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Abstract 
Education is a global phenomenon and policies and ideas are exported as students, policies and programs cross national borders. 
This occurs in many ways including in-country training, student education in a foreign country, educational study tours, 
exchange programs, distance learning, cross-national educational institutions and policy borrowing. Development aid with 
training has been a long-standing means by which ideas are adopted via policy borrowing. In this paper, consideration will be 
given to the literature on international aid and change, the international transfer of policy, transfer of training, and the relationship 
of these to a nation’s culture. It is noted that unless imported policies and ideas are contextually acknowledged, strategically 
planned, and implemented within a cultural frame of reference, then adoption may be thwarted. 
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1. Introduction  
Education is a global transportable phenomenon. The benefits of knowledge and experiences of others can often 
be adopted by people around the world. Although this may appear to be an uncomplicated process, it can be 
problematic as the donor and recipient motives, contexts and capacity to utilize the learning vary and therefore the 
supplanting of one set of ideas or approach with another can create complications resulting in rejection. Educational 
policy borrowing is endemic but without careful attention to the key ideas of contextualization and ownership its 
value is less likely to be achieved. This paper considers the need for policy borrowing to be bound by an 
understanding of the importance of the situational framework and the successful adoption of the knowledge and 
skills by the key workers.      
2. The Context: Education is a global phenomenon 
Policies and ideas are increasingly exported to many nations.  This is characterized by increased mobility of 
students and staff, competition between institutions and countries, interdependent systems arrangements, diversity of 
delivery modes, internationalization of the curriculum, international credit system recognition and institutional and 
professional development growth opportunities (NZ Ministry of Education, 2001). This cross-border movement 
occurs in a variety of ways including in-country training, student training/education in a foreign country, distance 
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education programs, educational study tours, policy adoption, exchange programs and establishment of educational 
institutions across borders. For example, in 2009 there were over 3.7 million tertiary students enrolled in studies 
outside of their country of citizenship and this is growing rapidly (OECD, 2010). It is expected that within 10 years 
there will be 5 million tertiary students studying abroad (NZ Ministry of Education, 2001). It is apparent that the 
export/import education business has become a growing and significant means of internationalizing approaches and, 
although many of these developments are relatively new, the idea of borrowing ideas/systems has been considered 
and, indeed, implemented for some time.    
Policy borrowing is one of the more frequently discussed and controversial phenomena that has had a long-
standing history in comparative education literature (Zymek & Zymek, 2004). As early as the turn of the 20th 
Century in a paper entitled ‘How far can we learn anything of practical value from the study of foreign systems of 
education?’ it was noted by Sadler (1900, cited in Higginson, 1979) that there was benefit in studying other systems. 
He claimed, “The practical value of studying, in a right spirit and with scholarly accuracy, the working of foreign 
systems of education is that it will result in our being better fitted to study and to understand our own” (p. 50).  Six 
decades later, the value of policy borrowing still remained a topical issue with King (1968) noting, there was benefit 
in mapping the ideas of other nations for facilitating the development of policy, implementation and specific 
approaches to solving problems in another country.  
In more recent times, policy borrowing has been related to ‘globalization’, the ‘global learning society’, and 
‘McDonaldization’ (Ritzer, 2000). Phillips and Ochs (2004) indicated that educational policy borrowing literature 
has used a range of synonyms such as policy ‘transfer’, ‘copying’, ‘appropriation’, and ‘importation’ to describe a 
process in which ideas and change are adopted from another context by local authorities/agencies, regions, and 
nations.  The motivation for this activity varies but includes the expressed desire to improve reform, and innovate or 
ameliorate policies and systems, although also often driven by curiosity, political motives, altruistic interest, and 
economic competition (Ochs, 2006).  
The transfer of policy can occur in a range of ways including imposition (via totalitarian decision-making), 
required under constraint (e.g., by a colonial power on its dominion), negotiation under constraint (e.g., via World 
Bank in establishing bilateral/multilateral agreements), a purposeful borrowing (i.e., voluntarily copied from 
elsewhere), and voluntary adoption due to general influence (Ochs & Phillips, 2004).  In an attempt to make 
meaning of policy borrowing, Ochs and Phillips postulated a four-stage process (i.e., cross-national attraction, 
decision-making, implantation and internalization/indigenization) outlining its key features. However, there has 
been a range of concerns expressed about policy borrowing per se – for example, Crossley (2009) questions the 
uncritical adoption of Western thought and models into other countries, Ozga, Seddon and Steiner-Khamsi (2012) 
note that it is the local context that adapts to the new ideas, and Lingarda (2010) warns against blind borrowing and 
lack of borrowing learning.  In this review, a critical look at what borrowing and the subsequent implementation 
implies is undertaken and the thesis of McDonald (2005) is adopted – he notes that aid projects focusing on training 
have a potential to create a disconnection between policy import and implementation, and the need to consider local 
ownership is required if sustained change is to be achieved.    
3. Training across Borders: Aid and Policy Borrowing 
To illustrate the difficulties in importing policy, consideration is given here to development aid training that 
crosses borders.  Technical assistance (research, consultancy and training) is a significant part of the aid budget – for 
example, in New Zealand in 2006 this constituted just over 40% (ActionAid International, 2006).  Policy transfer 
and the incumbent training programs are driven by a range of factors and these factors are likely to impact 
differentially – in developing countries these forces can be particularly strong (Marsh & Sharman, 2009).  For 
example, the contractual arrangements with the World Bank, United Nations agencies, international and bi-lateral 
aid programs, (etc) often require commitment to a process of ‘homogenization’ if the economic benefits are to be 
realized. Alternatively, purposeful and voluntary policy borrowing is often achieved via transfer of ideas, resources, 
and training developed by others external to the developing country.  
Technical assistance aid has been criticized in the past, however, and ActionAid International (2006) has 
specified that there have been four major concerns. Firstly, aid is deemed to be ineffective because it lacks local 
ownership and is donor driven. Secondly, the recipients’ perspective is that it is an over-priced activity and emphasis 
is on getting the job completed with less than required attention on counter-part training. Thirdly, being donor 
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driven projects are mostly controlled by that donor who is often meeting geopolitical and commercial interests. 
Hence, the recipient country may develop inadequate strategic frameworks to implement the program and simply 
accepts offerings as ‘free-goods’.  Finally, technical assistance projects often overlook indigenous knowledge 
(information, skills, etc) and context specific solutions. It is the thesis of this paper that if consideration is given to a 
systematic process of aid borrowing incorporating strategies that make local ownership a priority, this would assist 
in the delivery of effective aid. 
What is clear is that when there is adoption of policy in a capital-scarce environment, the potential for mimicking 
ideas which do not necessarily fit that local setting exists. Furthermore, even if the policy is molded to the local 
context, the introduction of new policies, procedures and strategies are only likely to succeed if there is a strategic 
use of transfer of training technology mediated by the cultural imperatives (McDonald, 2002, 2004). As McDonald 
(2005) notes, “Development aid and training have often been uneasy bedfellows and... [there is a]... need to examine 
this ‘marriage of convenience’ and rethink the basis of the union” (p. 143).  The point is made that aid has an uneasy 
relationship with training because of the demands of the local context – traditionally, there has been an emphasis 
upon inputs and outputs and little attention given to processes of teaching and learning. He views it as a skewed 
process with the donor country assuming more power to determine goals and implementation procedures whilst the 
real sustainability needs of the recipient country are at risk of being overlooked.  Often the ulterior motives of the 
donor country imply the need for control.   
So not only can the policy be a Western-centered approach, imported for dubious reasons, but implementation is 
marred because transfer of training strategies are undeveloped and consequent development of skills, knowledge and 
capacity building is not sustainable.  Sanga (2000) noted that aid projects had not:  
 
…resulted in autonomy, strengthened capacities, sustained policy communities and leadership...  
Instead, donors have continued to control educational agenda, overloaded local institutions with aid 
activities and preoccupied limited resources with imposed frameworks and value systems. (p. 6) 
 
However, in the last decade of the 20th Century, Sanga (2005) observed that there was a move from an economic to 
the development perspective in the donor discourse, but to date, this has only been rhetoric and not transformed into 
practice.  
McDonald (2005) noted that what is needed is a valuing of relationships between the donor and recipient 
personnel to facilitate the contextualization and an avoidance of donor ethnocentric attitudes. This is supported by 
Coxon (2003) who argues for a move from the quantitative meta-analytic data syndrome to more emphasis upon 
micro issues such as relationships, best practices, and sustainable training/education.  Although it is important to 
recognize that both these researchers are commenting upon the Pacific context in which relationships assume 
particular importance in all transactions, the significance of the interactive quality in all international aid is 
recognized as a basic necessity. For example, Eyben (2009), a UK-based researcher, noted effective aid will only be 
achieved if a relationship focus predominates, not an accountability based upon an investments orientation. 
The development aid paradigm outlined by Coxon and Nabobo (2003) summarizes the needed changes – it is 
indicated that the need for local ownership and contextualization is essential if a collaborative and consultative 
partnership is to achieve effective and sustained project outcomes. Not only is the training often based around 
imported policy, which is often de-contextualized, but there is a lack of systematic attention to ensure that the 
training impacts. Indeed, although millions of dollars are devoted to training projects, the evaluations remain 
summative with little regard given to systemic improvements in training outcomes. The goals and objectives of the 
donor and in country planning seem to be overlooking important educational dimensions, that is, the appropriateness 
of the policy for the context and, in terms of impact, ensuring the training promotes sustained local ownership of 
outcomes. As McDonald (2005) notes, sustained capacity building can only be attained if the local education actors 
(e.g., teachers, trainers) develop the necessary skills to maintain the policy intentions.  
It is often stated that if training is to be effective, it must be sustainable with ongoing local ownership of 
outcomes.  But most project designs have a naïve understanding of what local ownership really means – for it should 
move beyond administrative directive control to include trainee empowerment. As indicated by Ruru (2010), there is 
considerable bureaucracy surrounding aid management in terms of recommended principles and processes but 
McDonald (2005) identifies there is little attention devoted to the value and impact of aid to sustain learner growth 
and motivation.   
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Millions of dollars are annually devoted to projects but evaluations are project-based summative 
accounts with little regard given to systemic improvements in the quality and processes of training for 
impact.  The goals and objectives of the donor and in-country planning (as it relates to the provision 
of in-country training programmes) seem to be overlooking important educational dimensions.  That 
is, how effective, in terms of impact, is the training, and how can it promote sustained local 
ownership of outcomes? (p. 148) 
 
Sustained trainee empowerment can only be obtained if there is an ownership of the outcomes, which in turn can be 
adapted to meet the ongoing and changing needs of the context. The application of transfer of training technology, 
therefore, becomes a necessity if outcomes are to be sustained, locally owned, and managed.  
What’s more, the theoretical and practice developments in training (McDonald, 2007) have emphasized the 
process of the psychology of learning and its contextual nature; learning needs to be meaningful and constructed 
within a socio-cultural context, not simply conceptualized as an input-output model. All parties in training aid 
projects have a responsibility to ensure effectiveness of meaning (involving contextualization) and processes for 
sustained capacity building (including strategic use of transfer technology). Unfortunately, however, development 
aid projects promoting training have largely overlooked these training discipline requirements (McDonald, 2005).   
4.  Importing IE into Samoa 
Inclusive education (IE) has been promoted to meet the needs of all students and, although initially this was a 
Western-driven ideology, it has been adopted by numerous developing countries.  Even though there is no agreed-
upon definition of what IE is, the National Centre on Educational Restructuring and Inclusion (cited in Center for 
Prevention and Early Intervention Policy, 2002) captures the essence of the nature of IE. It is: 
  
Providing to all students, including those with significant disabilities, equitable opportunities to receive 
effective educational services, with the needed supplementary aids and support services in age 
appropriate classrooms in their neighbourhood schools, in order to prepare students for productive lives 
as full members of society. (para 6) 
 
In the past 10 years IE has gradually been developed in the Samoan education system, but to what extent has it 
been successful? In a study undertaken by Tufue-Dolgoy (in conjunction with this writer), the introduction of IE 
policy into this country was investigated via the perceptions of key stakeholders (teachers, parents, curriculum 
advisers, Ministry of Education officials, teacher educators, and community leaders). The overall finding was that IE 
was a borrowed policy that overlooked cultural issues and ownership. 
Samoa, a tropical Polynesian island, has a population of approximately 190,000. The culture (‘fa’asamoa’) is 
traditional in nature and dictates family, community and Christian church interactions and interdependencies 
(Siauane, 2004). It is a hierarchically organised inclusive society, and although change has been encountered (e.g., 
Christianity, colonial rule), fa’aSamoa has been sustained and molded around these developments. The term 
‘disability’ in pre-European times was unknown (Fitzgerald, 1993) and, provided fa’asamoa was not threatened, all 
were usually included in the community and given tasks commensurate with abilities. Even though there is still an 
overlay of acceptance in daily intercourse (Fitzgerald, 1993), the meaning of disability in Samoa is more complex 
today and has different interpretations, leaving the position of a person with a disability uncertain. For example, co-
existing with traditional means of achieving status, other indices (e.g., education, occupation and wealth) have 
become important and this has implications for disability (Dolgoy, 2000).  It was noted that situation-specific 
characteristics can at times over-ride the IE principles of egalitarianism, equity and equal opportunity (Poasa, 
Mallinckrodt, & Suzuki, 2000).   
The current Samoan IE policy has been significantly influenced by international policies (e.g., Salamanca 
Statement), agencies (e.g., United Nations), and aid projects (e.g., NZAid) and centered upon a mirrored Western 
education system promoting individual excellence via examinations. It is a policy that, in essence, is consistent with 
the dimensions of the inclusivity of fa’asamoa but founded upon an educational context that is contradictory to the 
culture. In Western thinking, schooling places a strong emphasis upon the values of competition, achievement, 
success and individualism whilst for Samoan people collectivism, interdependence and caring for others are 
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important (Hofstede, 1991; Podsiadlowski & Fox, 2011). Accordingly, IE in Samoa is a two-edged sword; it is 
consistent with the culture and policy but places demands upon a Western-style education system which lacks 
teaching resources, adequate professional development, and teacher skill. It is not surprising, therefore, that the 
introduction of IE into Samoa has been regarded in an ambivalent manner by many (Tufue-Dolgoy, 2010). 
The Tufue-Dolgoy (2010) study discovered indecisive responses to IE. The majority of respondents supported a 
caring concern for students and preparing them for the future but differences emerged on how to achieve this. Some 
had fears that IE could impact upon the achievement of high scores and therefore students should be excluded whilst 
others mirrored a belief more consistent with fa’asamoa and stressed the importance of inclusion of all students into 
the regular classrooms. What became apparent was the disjunction between the policy imperatives and the personal 
(cultural) viewpoints exacerbated by a lack of effective teacher understanding of the policy requirements and 
training. The stakeholders’ perspectives and concerns about IE in Samoa do not seem to have been considered 
sufficiently as there were misunderstandings about it and it appears that the imported policy over-shadowed 
significant issues relating to its acceptance.   
A second major finding revolved around the need for support, collaboration and resource utilization. Support 
related to a range of issues including physical and material resources, curriculum and pedagogy support, 
professional development and training opportunities, interagency assistance, and support from others (parents, 
advisors, Ministry officials, community leaders).  There was a general consensus that although some supports were 
available, considerably more were needed. However, as Stubbs (2008) noted, the limitation of resources is not 
always a problematic issue providing the meaning of IE is clear, its principles are known, the local context and 
culture are utilized, and there is ongoing participation by key stakeholders in the student’s education. However, with 
the introduction of the IE policy it was believed the necessary understandings, resources and teacher professional 
development were lacking. 
Policy development and implementation in the Samoan context were other issues identified by the participants as 
being problematic.   In general terms, there was a perceived disconnection between the policy makers (i.e., Ministry 
officials) and the educators’ interpretation, understanding and practice of IE. A lack of partnership was often 
referred to when teachers discussed the Ministry’s policy implementation. Furthermore, although most teachers had 
an inclusive mindset, it did not link easily with the policy effective means to accomplish it.  Undoubtedly, this 
disconnect was partly related to the need for IE training and knowledge (Phillips, Alfred, Brulli, & Shank, 1990) but 
also to a range of other contextual factors – demands of examinations, inadequate resources, and the perceptions 
about the top-down policy.  Furthermore, the teachers’ perspectives and implementation concerns about the policy 
were perceived to be inadequately understood. 
A fa’asamoa perspective was implicated throughout the findings of this study. As indicated, many of the 
participants believed that the philosophies of IE and fa’asamoa were consistent with one another but there were also 
perceived disconnections due to implementation concerns and the educations system’s partnership with a Western-
driven philosophy emphasizing competition and individual attainment. What is more, IE has made certain students 
more visible and had set in place a mechanism for creating differences in the absence of a system that has the 
resources to promote equal participation and more favorable achievement outcomes.  
Much of the literature on policy borrowing has commented upon the success of the process. In this example, a 
number of problematic issues have been identified and in many respects this has some merit for policy borrowing 
theoretical development as success stories and failures can further the development of conceptual and practical 
understandings (Marsh & Sharman, 2009).  
5.  Facilitating Policy Borrowing and Learning 
The researcher’s experience and the literature underscore the importance of contextualization when policy 
borrowing occurs. Further to this, it is often the case that training/professional development is required to strengthen 
the implementation of the policy in terms of its practical applications. In this process of borrowing and its 
implementation, it is particularly important that the culture of the recipient country be embedded in the planning. 
This section outlines how policy borrowing can effectively occur and the importance of a strategic approach to the 
transfer of that policy learning is then outlined. 
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5.1. Implementing Policy Borrowing  
Borrowed policies are not value free (Phillips & Ochs, 2003) and, because they are externally driven, during 
implementation contradictions can be created in the local context. There is the potential for local consultation, 
adaptations, resources, ownership, and professional development (etc) to be overlooked and this may encourage 
policy rejection, antipathy or questioning.  Introduced policy can, of course, hold promise but it also has potential to 
disrupt the implementation of needed change in the system.  
In an attempt to explain how the policy borrowing process proceeds, Phillips and Ochs (2003) developed a four-
phase model incorporating ideas relating to why policy attraction occurred, an outline of the factors related to the 
decision to proceed, implementation planning, and finally the implementation and monitoring of the policy. It is a 
model for understanding and interpreting policy borrowing. The first stage of the model outlines issues to be 
considered that motivated the interest and suggests an examination of the impulses for change. For example, is there 
internal dissatisfaction or negative external evaluation and why?  Is it politically motivated and why? What are the 
externalizing potentials that are offered and accordingly, how contextually relevant would the policy be? The second 
stage is ‘agreement to proceed’ with an emphasis upon implementation feasibility; it is recommended that 
transparency, credibility and experience guide this phase and it is also noted that if stakeholders feel comfortable 
then resistance is less likely. It is noted that decisions to implement based upon an overly theoretically orientation, a 
quick fix mode or a politically motivated choice can have problematic implications. The third stage, preparation 
implementation, usually involves planning for professional development and resource preparation with an 
acknowledgment that resistance can result if this is not undertaken carefully. Implementation and monitoring 
(indigenization of the policy) the fourth stage, revolves around the observed impact of the introduced policy, how it 
is adapted and synthesized into existing practices, and outlines that a process of evaluation and assessment of the 
policy can be undertaken for further adjustments.  
With regard to the implementation of IE into Samoa, a number of concerns vis-a-vis the Phillips and Ochs (2003) 
model have been identified. Undoubtedly, the desire to improve opportunities for students was important but its 
introduction was significantly influenced by international agreements’ organizational membership which maximized 
the benefits of IE. Consideration was of course given to the educational policies and practices (externalizing 
potentials) that could be borrowed – it was believed that the adoption of the philosophy, goals, governance and 
administration of the policy could readily be achieved in the existing arrangements but (because of the limited 
response) to the regulation of the policy and the need for teaching norms and pedagogical approaches, it has been 
unclear how the authorities digested these needs.  With regard to the decision-making phase, the potential for 
negative external evaluations in the face of international developments and the subsequent ‘scandalising’ (Steiner-
Khamsi, 2002) highlighting perceived deficiencies, together with the widely reported and influential research, were 
probably contributing factors in the attraction to the policy. To what extent this push from outside coincided with 
Samoa’s interests is unknown, but uncertainty prevailed because there has been alternation of arrangements since 
with segregated special units in schools being favored and then disbanded (Tufue-Dolgoy, 2010). Needless-to-say, 
there was no groundswell of teacher support for the changes despite funding availability and the promise of limited 
training for teachers.  Quick-fix intentions and political maneuvering cannot be ruled out either; indeed, with the 
lack of attention to PD and resource utilisation, a quick-fix decision may have prevailed. Important considerations 
during the third phase, ‘implementation planning’, related to the PD arrangements and making provision for 
resource usage. Many believed this was very inadequate – it was a one-off cascade model of training via lead 
teachers making it difficult for all teachers to develop the necessary knowledge and skill sets.  A more ‘hands-on’ 
approach to teacher education needed to be adopted in Pasifika settings (Leberman, McDonald, & Doyle, 2006) and 
an adequate model for teaching (e.g., Stubbs, 2008) in the relative absence of resources outlined. In the final phase, 
‘implementation and monitoring’, little is known about what has transpired – no data have been kept by the 
authorities – and hence revisions and moderation of the policy have not occurred.  But, as indicated, Tufue-Dolgoy’s 
(2010) study has examined the perceptions of the key players towards IE and highlighted a range of issues that need 
consideration.  
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McDonald and Tufue-Dolgoy (in press) have acknowledged the importance of the policy borrowing in education 
process (Phillips & Ochs, 2003) for examining how ideas are imported into a country. However, it was believed it 
did not fully explain the issues that needed to be considered. Accordingly, a revised model was adopted (Refer 
figure 1). The four key phases are retained but it has become a cybernetic model with potential for interaction 
between each of the adjacent phases and thus permitting revisions, negotiations and adaptations rather than the 
linear explanation offered by Phillips and Ochs.  A further extension of the revised model is the incorporation of 
local and international contextual elements. Massey’s (2009) use of the term ‘policy mimesis’ in preference to 
policy borrowing perhaps has some merit because it is an external policy that is not simply transferred but one that is 
mimicked in a specific context.  It is an attempt to overcome the tautology of policy best practices when focussed on 
a specific context – the borrowing often overlooks that in each unique context there are intervening variables. The 
Philips and Ochs approach has begun, however, to untangle some of the mysteries of how best to interpret the 
borrowing of policy – it at least provides a conceptual framework for understanding borrowing and subsequent 
future developments and research. 
5.2. Transfer of Training 
At phase three (implementation and planning) of the education policy borrowing systems development model 
(McDonald & Tufue-Dolgoy, in press), it is indicated that professional development and resources management 
need to be considered. McDonald (2012) has discussed the key features of teacher professional development as 
teacher learning and motivation and details transfer of training as an integrative component ensuring meaning and 
student learning. The point is made that in any planning for teacher professional development, transfer of training 
technology needs to be strategically incorporated into the plans otherwise there is a risk that implementation of ideas 
does not occur. In the Samoan IE teacher professional development introduction there was no evidence of training 
transfer strategies being systematically applied. 
Transfer of training is a key concept related to learning and McDonald (2010) identifies it as a significant 
integrative concept in teacher professional development uniting learning and motivation to promote effective impact 
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on the job. It ensures that the learner understands the meaning, is motivated and has the capacity to implement the 
ideas in the classroom. However, transfer of training has been significantly over-looked in teacher professional 
development literature, although many implicit references to its importance for changing teacher behaviour occur 
(McDonald, 2009).  Successful transfer of training implies ownership of the means to implement the ideas in the 
relevant context. 
According to Haskell, transfer of learning is “the use of past learning and the application of that learning to both 
similar and new situations” (2001, p. xiii). Transfer of training, a subset of transfer of learning,  refers to the 
application of knowledge, skills and attitudes learned from purposeful training (Baldwin & Ford, 1988).  Transfer of 
learning – a complex, controversial and bewildering concept – first assumed importance at the beginning of the 20th 
Century but was mainly considered an experimental issue (Leberman, McDonald, & Doyle, 2006).  Since the late 
1980s there has been resurgence in interest initiated by the seminal paper of Baldwin and Ford (1988) that 
conceptualized transfer of training in terms of an input-process-output approach. Since then, the disciplines of 
education, business and human resources have developed transfer theory and this has been supported by the 
development of knowledge capital and the global economy demanding information transfer be meaningful, relevant 
and transportable. A more pragmatic reason for interest was the realization that there were high levels of funding 
dedicated to training without adequate return on investment (Haskell, 2001) – purposeful transfer has not been 
readily achieved and even when it occurs, it is limited in scope. There are numerous reviews of transfer (e.g., 
Blume, Ford, Baldwin. & Huang, 2010) attesting to its importance and with a description of its theoretical 
positioning, nature, value, utility, measurement and the promises it holds.  
Haskell (2001) has developed an over-arching theory-to-practice approach promoting the idea that transfer cannot 
be readily attained unless there is a consistent and strategic use of learning principles grounded in the science of 
learning and this is also supported by Halpern and Hakel (2002).  Haskell’s principles, which implies ownership, 
includes the following: 
• Utilization of an extensive knowledge base and expertise in the subject area; 
• Understanding of a knowledge base in peripheral and unrelated subject areas to draw analogies, similarities, 
differences; 
• Appreciation of the background, context and historical factors of the content area to facilitate understanding of 
the contemporary issues; 
• Development of a ‘spirit of transfer’ (i.e., thinking in transfer terms);   
• Understanding how to transfer; 
• Development of higher-level thinking skills (e.g., reflection, abstraction); 
• Facilitation of a transfer climate around the learner; 
• Gaining a theoretical knowledge of the area under consideration (to promote the transfer and knowing what to 
measure);  
• Utilization of practice and drill activities to consolidate the learning; 
• Permitting time for the learning and transfer to occur; and  
• Using the experiences of other people who demonstrate transfer to model and help understand the process. 
There are other constructive models to promote transfer of training and thereby ensure ownership is achieved 
(e.g., Fogarty, Perkins, & Barell, 1992; Gagne, Briggs, & Wager, 1992; Joyce & Showers, 2002).  One approach 
frequently referred to is that of Broad and Newstrom (1992) who defined successful transfer as a function of the key 
players (supervisors, trainees and trainer) and time (before, during and after training).Although this matrix model of 
roles X time had a business orientation, it has been readily adopted in a range of training programs as a valuable 
approach for planning transfer.  Despite the array of transfer approaches, however, many training programs persist 
in promoting professional development learning without recourse to the technology of transfer of training. Policy 
borrowing that has training as a prerequisite necessitates transfer of training processes to ensure ownership but this 
is mostly overlooked   
6. Conclusion 
In this paper, attention has been drawn to the issue of policy borrowing and the need to promote a process that 
recognizes the importance of contextualization and ownership. It is noted that many policy borrowing attempts 
overlook an effective strategic approach to implement the ideas in the different setting. A range of reasons for this 
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have been outlined and the roles and responsibilities of both parties need to be re-examined if policy borrowing is to 
be an effective means of learning in different settings.  The culture and context of the recipient need to be 
incorporated into the policy and a valid partnership between parties explored. Furthermore, knowledge, ideas and 
skills associated with this policy adoption need to be transferred strategically via transfer of training technology if 
the ‘grass-roots’ workers are to own the new policy.  
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